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The aim of this paper is to propose a matrix that could guide the approaches to entrepreneurship 
education at tertiary level bearing in mind binary constructs such as theory-led learning versus practice-led 
learning, as well as different contexts such as entrepreneurship in a formal programme versus 
entrepreneurship in a module only. A qualitative research approach was followed to compile the matrix, 
using data collected from 25 students who reflected on what an ideal programme or module could have 
entailed and what the most meaningful activities could be for such a programme or module. The matrix 
proposes some insightful approaches and activities that educators may consider when refining their module 
outcomes and assessments.  
 
EXTENDED SUMMARY 
The approaches to entrepreneurship education at tertiary level have changed over the past decade, 
specifically with regard to supporting the development of skills and competencies for the 21st century. 
Consequently, it is necessary to reflect on the relevant teaching approaches to entrepreneurship programmes 
for different contexts such as the developing context. Moreover, entrepreneurship modules are often offered 
as part of interdisciplinary programmes and in other cases it is offered as a discipline; these different 
contexts might need different approaches. The aim of this paper is therefore to propose a matrix that could 
guide the approaches to entrepreneurship education at tertiary level with reference to binary constructs such 
as theory-led learning versus practice-led learning, and entrepreneurship in a formal programme versus 
entrepreneurship in a module only. A qualitative approach was followed to validate the categories and 
themes relevant to the matrix. Twenty five participants in the study were interviewed in a South African 
case and they were asked to reflect on their entrepreneurship programmes or modules (a retrospective view) 
on a) what an ideal programme should ideally be and b) what the most meaningful activities entailed when 
they think back. A novel construct borrowed from the design disciplines: “practice-led” learning is 
introduced as a possible approach to entrepreneurship education for both interdisciplinary contexts as well 
as pure entrepreneurship disciplines as the need for such an approach emerges from participants’ reflections 
and urgency to learn from practice. Consequently, the matrix that was developed validated a theoretical 
conjecture and provides a guide for entrepreneurship educators on which kind of approaches and activities 
to consider in different contexts. 
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Approaches to entrepreneurship education (EE), particularly at tertiary level, have changed over 
the last decade. The focus has shifted from facilitating structured and more predictive teaching methods 
and processes about entrepreneurship, to iterative and more flexible methods and processes through 
entrepreneurship (Daniel, 2016; Linton & Klinton, 2019; Nielsen & Christensen, 2014; Nielsen & Stovang, 
2015). In this regard, modern approaches relating to entrepreneurship education can support learning for 
entrepreneurship or learning through entrepreneurship (Neck & Greene, 2011). Flexible methods and 
approaches are more closely related to learning through practice (Linton & Klinton, 2019). Moreover, the 
need to approach EE with interdisciplinary thinking, particularly from the design disciplines, has been noted 
in current studies on EE (Daniel, 2016). The shift in thinking about how to approach teaching and learning 
practices in the discipline supports the development of skills that students should master for the 21st century 
(Ghafar, 2020). 
 
Looking at the tendencies on developing skills and competencies for the future, particularly for 
entrepreneurship, two questions that are addressed in this paper are: (a) Which teaching approaches to 
entrepreneurship education are relevant in particular tertiary contexts? and (b) Which learning approaches 
from other disciplines can be validated in EE?  
 
The purpose of this paper is therefore to suggest a matrix that could guide educators to select 
appropriate approaches to teaching entrepreneurship in higher educational institutions that aim to promote 
learning for or through practice. This paper reports on a study conducted at a comprehensive higher 
education institution in South Africa that offers entrepreneurship as a service module (thus 
interdisciplinary), as well as a formal programme in entrepreneurship. A “retrospective student voice” on 
what should be covered in modules or programmes in entrepreneurship is reported. Furthermore, student 
experiences of meaningful learning activities are placed on a proposed matrix.  
 
The paper commences with a literature review on EE and the approaches to teaching 
entrepreneurship; the construct of practice-led learning and its role are introduced in the review. This is 
followed by the methodology of the study. The findings and discussions are then presented, and the 
proposed matrix is unpacked with recommendations for tertiary educators in entrepreneurship modules or 
programmes.  
 
2 LITERATURE REVIEW 
Although there is no single definition of entrepreneurship, Kourlinsky’s (1995) guide aids 
significantly in crystallising the concept: Competencies and conditions needed for entrepreneurship include 
opportunity recognition, the gathering of resources in the face of risk, and the creation of a new business 
venture. It is therefore of paramount importance to find appropriate and impactful methods of both teaching 
and assessing in education to support the development of competencies for new venture creation, especially 
in the South African context, where the creation of new ventures is a key strategy to develop the economy 
(Iwu, Opute, Nchu, Eresia-Eke, Tengeh, Jaiyeoba, & Aliyu, 2019). Appropriate teaching and assessment 
methods thus also call for dynamic engagement in the realm of EE, where the outcome is most commonly 
associated with the development of skills relating to creation and management of small businesses. 
Educational impact assessment concerns itself with the discovery of cause-and-effect relationships (Cook, 
2002). In the case of EE, educational approach is considered primarily as the cause, and students’ skills and 
knowledge and the ability to apply this knowledge as the effect (Ball, 2013; Slavin, 2002).  
Lackeus (2020) outlines seven distinct methods to teach EE in terms of cause, namely, (a) starting 
a real business, (b) starting a simulated business, (c) starting a social venture, (d) writing a business plan, 
(e) brainstorming business ideas, (f) exploring role models, and (g) shadowing an entrepreneur. The effect 
of these pedagogical methods can include improved knowledge on the concept of entrepreneurship, but also 
the development of “a broad variety of skills and attitudes, such as leadership, creativity, self-insight, self-
efficacy, school engagement, learning orientation, proactiveness, perseverance, uncertainty tolerance and 
increased intention to start a venture” (Lackeus, 2020:938). The following sections review prominent 
literature on EE from three different approaches, namely, learning about entrepreneurship, learning for 
entrepreneurship, and learning through entrepreneurship. 
 
2.1 Entrepreneurship education approaches  
2.1.1 Learning about entrepreneurship 
Entrepreneurship education first arose in the post-World War II era, with early literature emerging 
around 1960. This was followed by dedicated entrepreneurship modules in the 1970s, with the first courses 
taught outside of a business school context in the 1980s. Thereafter, the field rapidly evolved, with the 
United States alone boasting entrepreneurship courses in close to two thousand institutions by the early 
2000s (Katz, 2003; Klein & Bullock, 2006). The pedagogical approach of teaching about entrepreneurship 
is best described by Crispin et al. (2013:102) as one whereby “the instructor lectures on the topics, 
reinforcing the material from the textbook, and tests are used to assess the students’ learning”. These authors 
go further to say that this approach is most efficient when a larger number of students need to be taught the 
basic concepts and theories of entrepreneurship. The downside of this approach, however, is that by the 
nature of its design, it “lacks the essential real-world experience dimensions of entrepreneurship education” 
(Crispin et al., 2013:102).  
2.1.2 Learning for entrepreneurship 
Jones and English (2004:416) argue that an action-oriented teaching style “encourages experiential 
learning, problem solving, project-based learning, creativity, and is supportive of peer evaluation. It is 
thought that such a process best provides the mix of enterprising skills and behaviours…”. These authors 
argue that action-oriented learning is suitable for teaching entrepreneurship, but point out that the transition 
from traditional classroom-style teaching about entrepreneurship (theoretical) to an action-oriented 
approach is difficult, considering the extent to which the principles of entrepreneurship, as an academic 
discipline, and business and management are intertwined. The purported benefits of teaching for 
entrepreneurship are contended by Noll (1993), who argues that the traits usually associated with 
entrepreneurship cannot be taught in a business school setting. These traits include risk-taking, creativity, 
and innovation (Brown, 2000). Bechard and Toulouse (1998) view entrepreneurship education as an 
approach to train and educate students in the creation of a new venture or small business development, 
while education for small business ownership primarily tends to focus on managing or acquiring a 
business venture. A popular approach to learning for entrepreneurship in higher education institutions is 
the development of business plans.  
Many institutions straddle the boundaries of “learning by doing” for learning and assessment as 
much as the educational setting (as opposed to real-life context) will allow, by requiring students to present 
and defend business plans in front of a panel (consisting, e.g., of academic experts, venture capitalists, and 
other potential funders; Tan & Ng, 2006). White (1996) proposes the concept of problem-based learning, 
whereby students face a number of entrepreneurship-related problems and are required to solve them during 
the course of the semester in a team-based setting. This has the advantage of being able to incorporate real-
life events, such as current business and economic events, into the problem, which allows for more realistic 
problem-based learning, as the skills acquired through this are developed in the context of a current reality.  
The key to problem-based learning is the initiation of the learning process through the definition of 
problems and provision of relevant information (Jonassen, 2000). The bulk of the problem-solving process 
is manifested in the early stages of problem definition and framing. This may, however, be problematic 
when a scenario already has a clear end-state in mind. The problems may furthermore be ill-defined and 
the information vague (Jonassen, 2000). The inclusion of a reapplication stage is therefore beneficial, as 
learners can appreciate the value of the problem-based learning process in its entirety, rather than the mere 
pursuit of a solution (O’Brien, Hamburg, & Southern, 2019). This approach is in contrast to the synergistic 
learning approach proposed by Collins, Smith, and Hannon (2006), which advocates the use of a 
participatory, collaborative, peer-learning environment in fostering nascent entrepreneurship.  
 
2.1.3 Learning through entrepreneurship  
O’Brien and Hamburg (2019:528) state that “entrepreneurship education has emerged as a 
pedagogy in which students learn through entrepreneurship and it encourages learners to view their 
disciplines in terms of opportunity and value”. As entrepreneurship primarily concerns itself with the 
creation of new ventures in the midst of risk and uncertainty, traditional classroom-based teachings about 
entrepreneurship are no longer deemed appropriate (Hoppe, 2016). Prominent studies such as those by Tan 
and Ng (2006) confirm that most successful entrepreneurship education programmes have elements of 
“learning by doing”, primarily imparted by activities outside of the classroom. Learning in a real-life 
context by doing and yielding something new is referred to as “entrepreneuring” (Johannisson, 2020). The 
typical activities through which students learn by practice can include internships, starting a small business 
on campus, and being placed in a smaller consulting role (Tan & Ng, 2006).  
 However, Fox, Pittaway, and Uzuegbunam, (2018) suggest a more balanced approach to teaching 
entrepreneurship: these authors are of opinion that there are substantial benefits in simulation games in a 
classroom that teach real-life skills in a simulated environment. This view, which has emerged over the past 
20 years, is supported by authors such as O’Brien and Hamburg (2019), who argue that this can be achieved 
through design thinking, problem-based, inquiry-based, and challenge-based learning, providing 
opportunity for collaborative problem solving. Jones (2011) proposes a pedagogy for teaching 
entrepreneurship by referring to the concept of a “reasonable adventurer”, which requires students not only 
to learn and reflect, but also to try entrepreneurship by translating real-life entrepreneurial activities into 
learning opportunities. One might argue that a reasonable adventurer might be willing to let their practice 
lead the learning and that this learning might not always be in the real-life context. Therefore, it may also 
be argued that in this teaching approach, the learning of the student is predominately practice led through 
the creative process of entrepreneuring.  
 
2.2 Linking approaches to entrepreneurship education to practice-led learning 
Practice-led learning is a construct that is borrowed and adjusted from practice-led research. The 
rationale for adjusting the term for this study will be provided after an explanation of the well-known 
construct of practice-led research.  
Practice-led research is a method to construct a new understanding of practice and is applied in the 
creative disciplines, such as art and design (Hawkins & Wilson, 2017). Authors such as Lin (2019) describe 
practice-led research as a creative process of meaning making but point out that the meaning making is led 
by the practical component of researchers or practitioners in the creative fields. In this regard, Boyle (2015) 
highlights the subjective experience of constructing new knowledge during practice-led research and 
explains that reflection is a method to construct the new knowledge. Another dimension of practice-led 
research is the creative output that results from the practice (Hawkins & Wilson, 2017). From the aspects 
mentioned in this paragraph, parallels can be drawn between the creative design process of researchers and 
practitioners, and the creative processes required to yield value creation by entrepreneurs. These parallels 
(between the design discipline and entrepreneurship, as well as the parallel of meaning making when doing 
research) have been well documented by design thinking authors such as Neck and Green (2011) and Linton 
and Klinton (2019). 
Bearing the above parallels in mind, it is argued that “research” can be replaced with the term 
“learning” as this is also a process of meaning making. Practice-led learning is thus viewed as a means of 
constructing new meaning in the creative processes applied to entrepreneurship. Consequently, it would be 
important not only to look at teaching approaches to EE, but also the learning of EE by students. In this 
regard, practice-led learning may well be a term to oppose theory-led learning of students in the context of 
EE. In this paper, it is therefore recognised and acknowledged that experiential learning is similar to 
practice-led learning; the difference, though (highlighted in the context of this paper), is that experiential 
learning may still be theory-led, whereas practice-led learning might be viewed as a design process, led by 
practice, with the theoretical principles learnt as a result of the practice.  
Exploring the role of practice-led learning in the various approaches to the teaching of EE could 
therefore offer the beginnings of a matrix that supports the selection of appropriate teaching and learning 
approaches in EE contexts. The following section is the methodology that informed the empirical data for 




According to Bryman and Bell (2011), a research design is a framework according to which data 
are collected and analysed. A case study research design was used in this study. The case was a 
comprehensive university offering diplomas, degrees, and postgraduate qualifications in South Africa. The 
university was selected due to its extensive involvement in entrepreneurship education at levels ranging 
from first year through to postgraduate modules in various qualifications such as commerce, engineering, 
information technology, and design. Entrepreneurship is offered both as a programme and as service 
modules to other disciplines across the institution.  
 
3.1 Research methods 
The research method was qualitative because the reflections of students were important. Interviews 
were deemed appropriate in this study to guide a conversation, as recommended by Yin (2003). A semi-
structured interview schedule was therefore developed by the researchers, based on their experience as 
entrepreneurship lecturers and researchers. The interviews were used to gather personal opinions, insights, 
and experiences to determine student experiences and expectations of entrepreneurship modules and 
programmes, based on their personal reflection after three years of entrepreneurship modules or a formal 
programme. 
To ensure and maintain the interest and involvement of the student participants, the questions were 
primarily open ended, and if needed, these were extended by probing questions. An important advantage 
of semi-structured interviews is that they allow for probing, resulting in the gaining of in-depth and relevant 
information (“thick data”; Struwig & Stead, 2014). Open-ended questions ensure flexibility and the 
probability of identifying unexpected themes that could be relevant to the study (Bryman & Bell, 2011). 
 
3.3 Sampling 
The study employed a multistage sampling approach. The first stage was the selection of a 
university, the case study, active in post-school entrepreneurship education. The second stage was the 
selection of groups of third-year and postgraduate-level students who received entrepreneurship lectures in 
the faculty of commerce of the university. The third stage involved purposive sampling and the selection 
of students who volunteered to participate in the study. For the third stage of sampling, interested and 
informed students were invited to participate in the interviews with a researcher. Purposive sampling was 
used, meaning that participants were selected with particular criteria in mind. Table 1 summarises the 
criteria and the rationale employed in selecting participants for the study. 
 
Table 1: Selection criteria for the purposive sample 
Criterion Rationale for the selection criterion 
Postgraduate or third-year student Reflection was required from participants 
Candidate from the formal programme They had to have completed the module or 
programme to provide a meaningful opinion  
Candidate from interdisciplinary programmes 
who took entrepreneurship as a service module 
Candidates could comment on the value of 
entrepreneurial approaches to their discipline 
Candidate who could indicate the value of the 
programme 
Candidates who completed the formal 
entrepreneurship programme 
 
Twenty-five students fit the criteria, were selected and agreed to participate in the study. 
Participation involved one-on-one interviews with one of the researchers, lasting between 30 and 60 
minutes. It is important to note that the researchers who interviewed the students were not the lecturers of 
those particular modules, so as to allow participants to share their thoughts (even negative experiences) 
freely. The interviews were audio recorded, and extensive field notes were made during interviews.  
3.4 Data analysis 
Interviews were transcribed, and a thematic analysis was conducted on each transcription. Themes 
were identified in each transcription and then combined and reduced to central themes when all were 
compared. All data were sorted accordingly, and applicable central themes to the objective are reported in 
this paper.  
 
3.5 Quality of the data  
Strategies that enhance the quality of the qualitative data were implemented, as recommended by 
Babbie and Mouton (2014) and Struwig and Stead (2014). According to Babbie and Mouton (2014), the 
four constructs relating to the quality of data are credibility, transferability, dependability, and 
confirmability. Babbie and Mouton (2014) explain that credibility pertains to the trustworthiness of the data 
and whether the data “rings true”. Transferability pertains to the extent to which the data can be transferred 
to similar situations. Dependability can be achieved when similar results would be found with similar 
participants. Confirmability relates to the strategies the researchers implemented to avoid bias and their 
ability to present findings that are related to the focus of the study. These constructs were therefore carefully 
considered in this study, and the strategies implemented to assure the quality of data are set out in Table 2. 
 
Table 2: Constructs and strategies to ensure quality of data 
Construct Strategy to ensure quality  
credibility  researchers’ own training and experience with entrepreneurship 
education enabled them to interpret data in a believable way 
(that “rings true”) 
transferability context of the data is reported  
dependability proper records (e.g., interview notes, transcriptions, contextual 
information, and detail of participants) kept 
confirmability “thick data” obtained by allowing participants to speak; audit 
trail kept; peer reviews of data conducted 
 
 
3.6 Research ethics  
Ethical approval for this research was granted by the relevant research ethics committee of the 
university where the study was performed. The researchers complied with all the provisos stated in the 
ethical approval letter. Permission to conduct research with university students was granted by the 
Executive Director: Research and Innovation.  
 
Students signed consent forms after it was explained to them that (a) the study would assist in 
improving entrepreneurship modules and programmes; (b) questions were not to probe their academic 
performance, but rather their personal experiences of entrepreneurship modules/programmes and their 
recommendations; (c) participation was voluntary and participants retained the right to withdraw from the 
interview at any time; (d) they had the right to refuse answering questions; and (e) personal information, 
identity, as well as any answers provided would remain confidential.  
 
4. FINDINGS AND DISCUSSIONS 
This paper presents one part of a larger study. The starting point for this study is the reflection of 
participants on what an ideal programme or module for entrepreneurship should entail, in retrospect (i.e., 
after already having completed such a programme or module). In the analysis of what students expected 
from their modules or programmes, two main themes were identified: (a) programme-/module-essential 
components and (b) meaningful learning units/activities. In this regard, what follows are the findings 
relating to the reflection of the students regarding their expectations about their entrepreneurship education. 
An important observation is that participants (who took part in the full programme as well as those 
who only had a module) had very specific ideas around what learning about, for, and through 
entrepreneurship should be. Statements from participants in the programme, as well as those only had a 
module on entrepreneurship, illustrate this. In these statements, it is apparent that participants thought that 
learning through practice or practical application could be very effective, and they promoted this 
particularly to develop skills and the mindset to start up their businesses, but also to be more prepared to 
sustain their own businesses. The following statements summarise these sentiments.  
 
A participant from the entrepreneurship programme stated: 
“I feel like practicals would actually be a good idea… in terms of what it takes to start a business…We 
could do workshop attendance, something that involves what running a business really is because 
running a business especially for the first time, first year or two it’s hard to generate an income, probably 
only start breaking even first or second year, so those are the sort of things that most of our generation 
don’t get to learn how to start their business. Funding, how to secure funding, and understanding what an 
incubation stage is when starting a business and how you need help in that incubation stage.” (P19) 
 
Participants with only a module on entrepreneurship expressed:  
“I just think it can be more practice within the assessments. More doing and experiencing the application 
of the skills you need for entrepreneurship because if you want to follow that route [becoming an 
entrepreneur], you will have to have the ‘know how’.” (P4) 
 
 “It [teaching] shouldn’t be based on book knowledge, but things we can apply practically in the real 
world.” (P6) 
 
More evidence that supports the above statements is provided in Table 3 to indicate how the sub-
themes were identified. The most prominent statements are provided, though others in the data set also 
supported these main ideas.  
 











“Writing business plans, particularly budgets, are  
important.” (P1) 
 
“It should equip you with the necessary information 
to start up your own business and teach you the skills 
to be an entrepreneur.” (P2) 
 
“It should teach me the principles of business, how to 
conduct a business, how to sustain your business, how 
to get funding, all those things. I want to get skills on 




Programme “Creative skills, skills on how to penetrate the market 
and see opportunities and take those opportunities” 
(P7) 
 
“Not only theory, also practical. How to deal with 
failure.” (P16)  
 
“So I think entrepreneurship should be about 
equipping them, if they want to … open a company 
… an entrepreneur is someone who comes up with 
this brand new idea and this amazing concept and 
then carries it out into a business and it’s about new 
markets.” (P10) 
 
“… implementation of their own ideas, let students 
explore by themselves. This is good for creativity, 
innovation and how to do one’s own thing.” (P18) 
Learning through 
entrepreneurship  
Module “This module changed my entire outlook and I learnt 
that I can maximise my potential.” (P2) 
 
“The inspiration of a life path. I have truly seen how 
my main course can become more enriching if I just 
look at the options for a career differently. So lots of 
skills used to visualise one’s life and dare to visualise 
big ideas.” (P3) 
 
“It [a module in entrepreneurship] should focus on 





Programme “people to share the challenges that you will face and 
how to go about facing those challenges” (P7) 
 




From Table 3, it may be seen that there is a strong reference to the skills and mindset or attitude 
that should be developed by EE. The recommended skills that emerged from the participants’ verbatim 
responses were opportunity finding, business planning, general business management, creativity and 
innovation, as well as vison and character to overcome or deal with challenges. These aspects are in line 
with the competencies mentioned in the introduction to this paper, and validate the work of Lackeus (2020).  
 
Participants seemed to believe that development of competencies can be supported with teaching 
approaches for and through entrepreneurship. These approaches seem to be expected by participants who 
had a module on entrepreneurship, as well as those who completed the formal programme. Surprisingly, 
two participants who completed the programme acknowledged that a teaching approach about 
entrepreneurship has a place. They qualified their statements by referring to theory as a “good foundation” 
and acknowledged that teaching about challenges should stem from the experiences (practice) of others 
with skills on “how to”.  
 
Table 4 contains statements suggesting the most prominent activities identified by an analysis of 
the participants’ reflections on what they would suggest as activities that create learning.  





Verbatim of selected participants on activities that 
are meaningful with regards to their learning 
Does learning seem 
practice led or theory 
led? 
Module “What is current and how we can or should look at 
things. I did not understand before how the economy 
works, but now I see the links between what I see in 
the news and how it affects me or my ideas. I liked the 
slides on the principles.” (P2) 
 
“What stood out for me was learning what you are up 
against in terms of South Africa’s economy, in terms of 
other people that are trying to open … businesses. 
What it is that you are selling and how it has to be 




















“We learnt some of the skills such as setting up a 
business plan or marketing research plan.” (P2) 
  
“I would say being practical stood out for me, because 
the entrepreneurship we were doing was not only 
theoretical, but there are some practicals that were 
involved; that was most interesting for me.” (P3) 
Practice-led 
 
“I would also say I enjoyed marketing, because it 
teaches me how to market my business, how to let 
people know about your business and your product and 
all that.” (P4) 
 
 
“I like creativity a lot, anything to do with creativity, 
different area of creativity, how to ensure people will 
be creative.” (P5) 
Programme “Each module complements each other, so when you 
learn something in business management as a module, 
you find out that it overlaps [with] what you are 
learning in marketing, and how they are both have a 
symbiotic relationship if you want to start a really 
successful business.” (P8) 
 
“… good lecturer, good interaction, can ask questions, 
lecturer explains very [meaningfully], he provides links 
to relevant topics and questions.” (P14) 
 
“how to innovate and be different from others in the 
















“Business plan was good but it should be taken further, 
i.e., incubation hub, funders, towards establishing the 
business. Creativity test.” (P10) 
 
“Starting a business in simulation games is excellent. If 
lecturers have been exposed to entrepreneurship, they 
make it more interesting.” (P11) 
 
“Projects are actual, on topics that are relevant now or 
how can say, current.” (P12) 
 
“… practical side, not only learning theory. 
Examples from lecturers, sharing. Involve students to 
be engaged. Exposure to companies.” (P16) 
 
“We engaged in the working world. … 
assignments that [required] us to do actual research and 
interviews.” (P19) 
 






From the statements presented in Table 4, it is apparent that participants found practice-led 
learning meaningful, whether they took only a module on entrepreneurship or competed the formal 
programme in entrepreneurship. The learning activities that participants found meaningful are in line with 
what is prescribed in the literature on modern approaches to EE, as they have strong experiential 
components (Jones & English, 2004), elements of systemic integration through design thinking, and 
consequently value-added (Tselepis & Lavelle, 2020) and problem-based projects (O’Brien, Hamburg, & 
Southern, 2019). 
 
There were participants who acknowledged the importance of theory-led learning as having 
equipped them to “understand the economy” and interpret current economic factors. In this regard, the 
theory is applied for entrepreneurship. These activities seemed to relate to principles that could be applied 
to real-life contexts. 
With the teaching approaches of Table 3 in mind, as well as the findings on meaningful learning in 
Table 4, two binary axes are proposed to guide decisions relating to EE: 
1) an axis with poles for entrepreneurship as a module in a interdisciplinary programme versus a 
formal programme in entrepreneurship 
2) an axis with poles for practice-led learning versus theory-led learning. 
The proposed matrix and the implications for selecting teaching and learning approaches are 
presented in Figure 1.  
 
Figure 1: A proposed matrix for the selection of teaching and learning approaches to EE (authors’ 
own compilation) 
 
6 CONCLUSION AND FINAL THOUGHTS  
 
It can be seen from Figure 1 that different approaches to teaching and learning can be applied in 
different contexts with reference to EE. Furthermore, it seems that the postmodern approaches to teaching 
through entrepreneurship can be applied in interdisciplinary programmes with a module on 
entrepreneurship, as well as in formal entrepreneurship programmes. From the data in this study, it seems 
that participants were ready for practice-led learning and they understand how to apply theory-led learning. 
The teaching about entrepreneurship seems to have a place in a formal programme as it can guide the 
working principles of entrepreneurship as a discipline. In contrast, an applied module in interdisciplinary 
programmes can rather follow a teaching for or through entrepreneurship approach. 
The question that we pose for reflection is whether educators in entrepreneurship are equipped and 
ready to co-create the meaningful range of activities that promote practice-led learning on top of theory-led 
learning?  
 
We acknowledge the limitations of this study as it only reports on a single case, cannot be used to 
generalise, nor does it propose the one ultimate teaching and learning approach for EE. Rather, this study 
identifies the aspects that are important and meaningful from a student perspective and could therefore be 
considered, especially for assessment activities in EE.  
 
To end this paper, we reflect on the title that plays on living and learning as an attitude that should 
be instilled in students who are brave enough to embrace practice-led learning through entrepreneurship. 
However, the challenges to educators of entrepreneurship are to equip students to reflect during their own 
entrepreneurial journeys and to embrace students’ failures as a positive tool in the overall learning 
experience. The challenge is also to allow students to respond to their own unique challenges in their own 
creative ways, while we as educators simply let them live their entrepreneurial paths and add value on a 
tertiary level already.  
 
As a final thought, we leave readers with this quote from a participant in this study, as it summarises 
the importance of practice-led leaning and adding value in this way: 
“I cannot wait until I finish my degree to start [a business], I need to do it while I can still ask for advice; 
people depended on me to be a job creator. … I want to live and let live, you know!” (P6) 
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